Abstract
Introduction
This research paper intends to unravel the perception of adult educators on reflective practice; whether there is a disparity between belief and actual practice, and factors that affect their involvement in reflective practice. The purpose of the present study is three-pronged: (1) to have a better understanding of the various viewpoints on reflective practice held by adult educators; (2) to enhance my research competence through reflecting upon research practice; and (3) to foster reflective practice through forming a collaborative research community.
The Inception of Reflective Practice in Continuing Professional Development of Teachers
In the early 1970s Argyris and Schon (1974) developed the notion of single loop and double loop learning, and emphasised the need to move from the former, in which pedagogic efforts remain at the private level, to the latter, in which thinking and practice are raised to an explicit, publicly accessible level, so as to empower growth. Since then, the nature and practice of reflection has been the subject of discussion and research, particularly by those researcherpractitioners engaged in the action research movement (Day, 1993) .
Since the early 1980s there has been a great deal of discussion about educating reflective practitioners particularly in professions such as teaching, nursing and social work where field experience and academic course work need to be closely integrated (Schon 1987; Zeichner and Liston 1987; Korthagen 1988; Clift, Houston and Prignach 1990; Smith and Hatton 1993; Palmers, Burns and Bulman 1994, cited in Gould and Taylor, 1996) . Such discussion has pointed out the importance of focusing on the artistry of practice and, within courses, of creating opportunities for students to engage in activities which promote reflective practice (Boud and Knights, 1996) .
The concept of reflection is not a novelty in education, but the terms 'reflection' and 'reflective practice', according to Cole (1997) , have gained their popularity only in the last two decades. In the late 1970s and early 1980s, in response to the movement to reconceptualise teacher knowledge and the call for the professionalisation of teaching and teacher education (Korthagen, 1993) , the teacher education community started to address the notions of reflection through the works of a great number of scholars. Since then the concept has been explored in greater depth and translated into diverse theoretical frameworks, which gradually develop into a guiding principle for teacher education.
Why Reflection/Reflective Practice

As a means for professional development
McLaughlin (1993) maintains that capacity for reflection, feedback, and problem solving were of central importance to communities of professionals endeavouring to respond effectively to today's students, and classroom challenges beyond the capacity of an individual teacher result in collective reflection and development. He puts it:
'Effective responses to the challenges of contemporary classrooms require a spirited, reflective professional community of teachers -a workplace setting that allows examination of assumptions about practice, focuses collective expertise on solutions based on classroom realities, and support efforts to change and grow professionally. ' (McLaughlin 1993: 98) 
As a bridge between theory and practice
The existing experience of practitioners is an important source of knowledge, and the ability to reflect on and share experience is a powerful form of learning. It is maintained that the use of reflective practice both assists in the integration of theory with practice and enables practitioners to improve their skills of clinical reasoning (Williams 1998). In fact it is argued that professionals can be assisted to formulating theories from their practice at different levels of reflection (Griffiths & Tann 1992) .
Williams (1998) notes that professionals need to retain critical control over the more intuitive aspects of their practice by regular reflection, self-evaluation and the opportunity to learn from colleagues. By these means, practice does not remain at a standstill, but is open to challenge and review. Therefore, in creating a learning environment in which reflective practice is encouraged, the gap between theory and practice can be explored and new theories developed.
As an aim of education
Van Manen (1995) stresses that teaching is not only governed by principles of effectiveness, but also by special normative, ethical, or affective considerations. As such, reflective thinking is important not only as a tool for teaching, but also as an aim of education, said Dewey (1964: 211) , since "it enables us to know what we are about when we act. It converts action that is merely appetitive, blind, and impulsive into intelligent action".
As an integral part of professional practice
The concept of the teacher as a reflective practitioner is, in part, a response to the sense that a technical theory-intopractice epistemology does not seem sensitive to the realisation that teacher knowledge must play an active and dynamic role in the ever-changing challenges of the school and classroom maintains that capacity. Fox presses a similar view as that of Van Manen (1995) . He maintains that classroom teaching roles and the intellectual and emotional demands placed upon teachers will become more complex as the expectations of society and the needs of learners change. Engaging routinely in reflection upon thinking and practice is, therefore, a necessity in order to sustain professional health and competence. Day (1999b: 1) further notes that "it is generally agreed that reflection in, on and about practice is essential to building, maintaining and further developing the capacities of teachers to think and act professionally over the span of their careers."
Likewise, Carr and Kemmis argue that, Carr and Kemmis (1986: 33) 
The Underpinning Conceptual Basis of Reflection / Reflective Practice / Reflective Practitioners / Reflective Process
Definitions of Reflection/Reflective Practice/Reflective Practitioner
After sifting through the mound of existing literature on reflection/reflective practice/reflective practitioner, I found that the literature contained quite different interpretations to the concepts. In my view, it is largely due to the evolving theoretical and practical possibilities associated with the notions that have been engendered over the years. Within the context of recent research on teacher thinking and practice much attention has been focused on the concept of reflection. Reflection as a term is used in a number of different ways by different authors. The concept of reflection is challenging and may refer to a complex array of cognitively and philosophically distinct methods and attitudes (van Manen, 1995) . A number of definitions have been contributed by various researchers and practitioners, and they are highlighted as follows:
On 'reflection'
Reflection can be used as a generic term for those intellectual and affective activities in which individuals engage to explore their experiences in order to lead to new understandings and appreciations (Boud, Keogh and Walker, 1985) . A more sophisticated definition of the notion is offered by Eraut: (Eraut, 1989: 175) (Carr and Kemmis 1986) "In the real world reflective practice should be seen as a process whereby problems are identified and situations ameliorated through a process of pragmatic reformulation." (Golby & Appleby, 1995: 158) 
On 'reflective practitioners'
Reflective practitioners are those who are able to investigate their teaching and to think critically about their work (Doyle 1990) . Fenstermacher (1986) states that being able to establish reasons for one's action and to act in accordance with one's reasons is essential to autonomous professional teaching. Thus, the essence of reflection is the interaction of experiences with analysis of beliefs about those experiences (Newell 1996) . Copeland et al (1991) promote reflective practice as a 'process of solving problems and reconstructing meaning', and they develop four assumptions underpinning their operational definitions of reflective teachers. They are as follows:
1. Engaging in reflective practice involves a process of solving problems and reconstructing meaning; 2. Reflective practice in teaching is manifested as a stance towards inquiry; 3. The demonstration of reflective practice is seen to exist along a continuum or 'reflective spectrum'; and 4. Reflective practice occurs within a social context. Although there are many different conceptualisations of reflection and reflective teaching, most of them seem to share the underlying assumption that teachers should use logical, rational, step-by-step analyses of their own teaching and the contexts in which that teaching takes place. Language, whether spoken or written, plays a central role in these analyses (Korthagen (1993) .
The Essence of Reflective Practice
Ghaye and Ghaye (1999) bring forward ten principles that convey the essence of reflective practice as follows:
1. needs to be understood as a discourse;
2. reflective practice is fuelled and energised by experience; 3. is a process that involves a reflective turn; 4. is concerned with learning how to account for ourselves; 5. should be understood as a disposition to inquiry; and 6. is interest-serving, when we reflect we are engaging in a process of knowledge creation; 7. is enacted by those who are critical thinkers; 8. is a way of decoding a symbolic landscape; 9. sits at the interface between notions of practice and theory; and 10. is a postmodernist way of knowing. They go on to say that becoming a teacher and continuing our professional development thereafter is a challenging and complex business. Central to this process is our ability to reflect constructively and critically on our teaching intentions, the ends we have in mind and the means we might use to achieve them. At the heart of this process is the reflective conversation, a medium through which we are able to learn from our teaching experiences and question the educational values that give a shape, form and purpose to our practice.
Reflection Process
Boud, Knights and Walker (1985) developed a three-stage model of the reflection process: returning to the experience, attending to feelings connected with the experience and re-evaluating the experience through recognizing implications and outcomes. This model is subsequently been extended into a model for facilitating learning from experience (Boud and Walker 1990; Boud 1993) . The essence of this model is that learning from experience can be enhanced through both reflection-in-action, that is reflection which occurs in the midst of experience, and through reflection-on-action, that is reflection after an event. The model illustrates that reflection is grounded in the personal foundation of experience of the learner. Learning occurs through the interaction of the person with his or her learning context and is assisted through the learner his/herself giving attention to observing what is happening in themselves and in their external environment, intervening in various ways to influence themselves and the context in which they are operating and reflecting-in-action continually to modify their observation and interventions.
Taxonomies of Reflective Practice
During the last twenty years there has been a growing body of literature and practices which, has sought to identify different levels of reflection for the maximising of teacher growth (Day, 1993) . As reflective practice denotes a wide spectrum of somewhat differing orientations and procedures, researchers and practitioners hold different conceptions of the taxonomy of the notion, depending on their own theoretical assumptions and practical applications. Some scholars assert that reflective practice develops in a sequential manner, and the different forms of reflection are thus the different levels in a hierarchy. However, some scholars argue that the different forms of reflection are only the different orientations to reflective practice; they are in fact complementary to one another, and should therefore not be placed in an order of priority or importance. In the following sections I will bring together the various viewpoints, in an attempt to understand the main line of thought of the two polarized approaches.
The 'hierarchy' approach
Handal (1990), in his Practical Theory, splits the concept of reflective practice into three hierarchical levels, namely, actions (P1); practical and theoretical reasons (P2); and ethical justification (P3). He speculates that given the 'busyness' culture of schools, in most situations teachers spend most of their time planning and acting (constructing practice) at the P1 level, and less on observation and reflection (deconstructing practice) at levels P2 and P3. He concludes that studying critically one's own practice is not yet established. Hatton and Smith (1995) propose a framework to illustrate the nature of reflection, which indicates a perceived developmental sequence. It recognises that an ideal end-point for fostering reflective approaches is the eventual development of a capacity to undertake reflection-in-action, the most demanding type of reflecting upon one's own practice. The start point is technical rationality, which then moves onto reflection-on-action. They then argue that there are five distinctive forms of reflection, namely, technical, descriptive, dialogic, critical and contextualisation of multiple viewpoints.
The 'non-hierarchy' approach
Schon (1987) distinguishes between two types of reflection: reflection-in-action and reflection-on-action. It is mainatined that reflection-in-action occurs whilst practising, and influences the decisions made and the action taken. Eraut (1994) maintains that due to time factor, reflection-in-action is best seen as a 'metacognitive process' in which there is rapid interpretation of information and decision making in the midst of action. Whereas, reflection-on-action takes place after the event, and although there may still be pressures of time, the interface between thought and action is displaced so there is more scope for trial and experiment.
Eraut, in a critique of Schon's (1983) model of reflective practice, concludes that, "There is insufficient discrimination between the rather different forms of reflection depicted in his many examples; and this overgeneralisation causes confusion and weakens his theoretical interpretations (Eraut, 1994: 145) ." He further argues that the concept of 'reflection-in-action' is itself now due for reframing (Eraut, 1995) .
Based on specific social science paradigms, and fundamenatal beliefs and values about education, Wellington (1996) puts forward five orientations to reflective practice: the immediate which focuses on the immediate demands and pleasant survival; the technical which focuses on instructional methodologies for maximum efficiency and effectiveness; the deliberative which emphasises personal meaning in an educational context; the dialectic which advocates political liberation; and the transpersonal which centres on universal personal liberation. He stresses that these five orientations are interactive and interdependent, rather than competing views of what is practical, and each orientation contributes to the fully developed educator. Practitioners need to recognise their current level of proficiency and their capacity for growth within each orientation, then they could as a result use reflection as a way to improve their practice.
After going through the two different approaches, I echo with Day's view (1999b) that it is important that teachers engage in different forms of reflection variously during their career lives in accordance with their individual itineraries of professional development, and no single form of reflection is superior than others and teachers must be engaged in all. The different forms of reflection are, therefore, parts of a continuum, instead of different levels in a hierarchy.
Facilitating Conditions/Strategies for Reflective Practice
The encouragement of reflective practice requires more than debriefing or introducing a new topic into the curriculum; it requires finding appropriate ways to build the notions into the processes of teaching and learning (Boud and Knights 1996).
Strategies / techniques
A number of strategies have been identified as facilitative to reflection, for instance, the use of learning journals and learning partners (critical friendship), debriefing activities, critical incident analysis, autobiographical work, the creation of concept maps, action research and various forms of computer-based dialogue (Boud, Keogh and Walker 1985; Zeichner 1986; Holly 1989; Rosenthal 1991) . These strategies are generally conceptualised as carrying the function of 'turning experience into learning' (Boud, Keogh and Walker 1985) or providing students with the opportunities to process their experience to generate alternative ways of viewing a situation and achieving new appreciations or understandings. Students are encouraged to return to their own experiences in class and outside and focus on what these events mean to them. (Boud and Knights 1996) . Hatton & Smith (1995) argue that although numerous approaches are claimed to foster reflection, there is little research evidence to clearly show whether they are effective or not. They identify four broad strategies, namely, action research projects, ethnographic and case studies, microteaching and other supervised practicum experiences and structured curriculum tasks. Other more specific techniques include various versions of reading fiction and non-fiction, oral interviews, and writing tasks, such as keeping journals, personal narratives, student metaphors for teaching, or reflective essays drawing on practicum experiences.
They further point out that time is required for reflective capacities to develop, so that essential metacognitive skills can be acquired. It is necessary to adopt a developmental approach in programmes of teacher education. A suitable and relevant knowledge base needs to be identified, one which helps intending teachers first understand then apply concepts of reflection to their own teaching. Student reaction to demands for reflection must be anticipated. Issues relating to the structure and ideology of total programmes need to be addressed, in order that the development of reflection might be encouraged. Assisting teachers to develop reflective skills requires attention.
Climate / context
Boud and Knights (1996) notes that it is useful to create an effective climate for reflection hinging upon learners' active engagement in learning. They suggest the following means that are necessary for establishing a productive climate for reflection:
1. Articulating an educational rationale for the process; 2. Introducing a simple exercise to illustrate reflection; 3. Providing an opportunity for students to clarify their understanding of the idea; 4. Introducing a framework or model to aid thinking about elements of reflection; 5. Modelling a reflective approach in one's own presentation of the idea; 6. Identifying areas of the process that students can make their own; 7. Providing time; and 8. Treating reflection as a normal activity.
Necessary conditions
To facilitate reflective thinking, Dewey (1964) asserts that besides knowledge of reflective methods, it is also necessary to develop certain qualities or traits of character such as open-mindedness or sincerity, wholehearted or absorbed interests, responsibility, as well as a habit of thinking in a reflective way. Argyris and Schon (1974) suggest that theoretical ideas about teaching and learning are likely to stimulate, build and sustain reflection and professional conversations by providing a framework for dialogue. Day (1993) argues that reflection is a necessary but not sufficient condition for professional development; it must be accompanied by confrontation either by self or others, in the form of active, planned and skilled challenge and support, if development is to occur. He also claims that as reflection is essential in the learning life of the teacher, partnerships and coalitions within collaborative cultures are necessary to support opportunities for the different kinds of reflection so as to foster professional learning cultures. He further argues that besides peer partnerships and networks, collaborative partnerships upon principles of equity with academics of higher education for intellectual, affective and practical support will make relationships between reflective practice, change and improvement explicit (Day, 1999 b) .
Impediments to Reflective Practice
According to Jersild (1955) , teachers in general are reflective practitioners who strive to develop and grow as persons and professionals. However, in day-to-day professional lives, this notion is not always readily apparent or easily realised. What makes true reflection in action difficult is that life in classrooms is contingent, dynamic, and ever-changing: every moment, every second is situation-specific. Moments of teaching are ongoing incidents that require instant actions. Hatton & Smith (1995) also remark that reflection is not generally associated with teacher's work, which is seen to be about immediate and pragmatic action.
There are thousands of publications on the topic of reflection in educational contexts variously exploring characterisations, forms, purposes, and rationales for reflective practice, and offering suggestions for how to engage in reflective practice, when, where, and with whom. However, Cole (1997) observes that there exists a theory-practice rift. She further notes that it seems that, no matter how much attention we have paid to exploring the concept, overall we have not helped teachers be reflective practitioners.
Cole's view is supported by Day. The problems in sustaining reflective practice have been well documented in research on the busyness of school work; the pressures caused by increased bureaucracy due to new forms of accountability; the difficulties of self-confrontation which challenges beliefs and practices that have become valued routines and may lead to possibilities of potentially uncomfortable, temporarily disruptive change processes (Day, 1993) . In addition to these, cultures in schools which often discourage disclosure, feedback and collaboration act as potential barriers to participation in all forms of reflective practice (Day, 1999b) . Day (1999b) highlights the following factors as impediments to reflection: (1) little time is available; (2) most teachers' learning is incidental, occurring in the classroom; (3) teachers' learning lives are characterised by fragmentation and discontinuty; (4) direct classroom experience seems to be the principle means for learning; and (5) few schools or individual teachers routinely plan for intervention by others into their natural learning lives for the purpose of peer assisted learning.
Criticism of Reflection/Reflective Practice
Recent literature emphasising reflective practice spans a broad range of professions, disciplines, methodologies and applications. A lot of claims have been made on the central role that reflection plays in the professional development of teachers. However, I would say most of them are on the intellectual plane only, and basically axiomatic, instead of empirical, by nature. The scene is somewhat murky, according to Day (1993 Day ( , 1999 as to how reflection may lead to change. He remarks that:
"We do not know very much, for example, about how it is that teachers make decisions based upon reflection or how to judge the quality of the decisions in action, how to ensure that the reflective process really can lead to empowerment." (Day, 1993: 90) He further notes that, "Whether most teachers engage in systematic reflection which contributes to their development and capacity to improve the quality of learning opportunities for students remains an open question." (Day, 1999:1) Similarly, a number of American researchers identify reflection as being an essential part of learning which itself is under-researched. They put it: (Copeland, et al: 1991) To conclude, reflection is a more problematic concept than is generally considered and that there is a need for critical debate about the nature of reflection, its role in learning and its inclusion in university courses. The literature on the subject is growing rapidly, but a lot more systematic work is required before we can really confident that the particular practices currently being adopted are having the influences we desire (Boud and Knights 1996: 32).
"For all the popularity of reflection as an appropriate stance for professional educators, there is little research evidence that relates reflectivity to other conditions in teachers' professional lives. An examination of the literature reveals a general assumption that reflection in professional behaviour is desirable but very little guidance as to how confidently to determine that reflective behaviour exists."
The Research Study
Objectives of the Study
Although there is considerable current interest in reflective practice, the subject has thus far been under-researched, according to a number of researcher-practitioners (Copeland et al 1991; Griffiths & Tann 1991; Boud & Knights 1996; Day 1999) . The objective of this research study is not to develop knowledge that can be used to theorise or make generalisations for wider applicability, but to contribute to increased understanding of the various viewpoints on reflective practice held by adult educators. According to Elbaz-Luwisch (1997) , this search for a knowledge that empowers rather than making possible prediction and control, is a significant reconceptualisation of the purpose of educational research.
Four objectives are set to guide this research study. 1. To investigate adult educators' attitude towards reflective practice; 2. To investigate if there is a disparity between adult educators' attitude and their actual practices; 3. To explore factors that affect adult educators' involvement in reflective practice; and 4. To explore the problems and possibilities.
Research Questions
My survey sought to elicit adult educators' reaction to the following research questions. 
Methodology and Procedure
Due to the relatively short time-scale, I had to keep the study within a practicable limit as far as possible. I adopted qualitative research method for this study, which involved individual and focus group interviews with the target group by stratified purposeful sampling. The research site was an adult education institution in North Cyprus. Approval was obtained from the management prior to the survey. In order to enable triangulation of data sources (Denzin, 1970) , two samples were drawn from the senior administrators; three from the assistant administrators; and four from the teaching personnel. The profile of the interviewees is depicted in Appendix 1.
Both the focus group interviews and individual interviews were semi-structured and guided by a framework based on four core questions (Appendix 2). Individual interviews were conducted to six of the respondents. Four out of the six individual interviews were conducted face to face and two over the telephone so as to accommodate the many different time-scales of the respondents. The telephone interviews were done upon the request of the interviewees for the reason that they could not find time to meet the interviewer. A focus group interview was conducted to three of the respondents. The original idea of conducting a focus group interview was to save time and to obtain a wider range of opinions however, it produced an effect far from its original intended purpose.
In order to make the interviews more fruitful, I conducted a pre-interview survey whereby all the interviewees were asked whether they had knowledge about reflective practice and how they learned about it. Only the two senior administrators indicated that they had come across similar terms, like reflection, reflective thinking, before. Consequently, I requested the respondents to read two articles, namely, 'The Nature of Reflection-on-practice' by Ghaye and Ghaye (1999), and 'Reflection: A necessay but not sufficient conditions for professional development' by Day (1993) so as to give them some idea about the subject prior to the interviews.
At the beginning of the interviews, the respondents were fully briefed of the purpose and value of the research study, the promise of anonymity, and the confidentiality of discussion. Considering the psychological effect of taperecording on the interviewees (Bell, 1999) during the interviews, I employed the note-taking method for recording their views.
Analysis
On the understanding of reflective practice and its significance to educators:
According to the pre-interview survey, a great majority of the respondents demonstrated no or little knowledge of reflective practice. One senior administrator recalled that he came across a similar term, 'reflection', when he was at seminary [SA1] . Another senior administrator recalled that he dealt with the topic 'reflective thinking' when he was on his doctoral programme [SA2] . The rest of the respondents indicated that they had never had any systematic inquiry into the subject, but they regarded it as a generic term and a common practice shared by all educators who were serious about their work as well as the development of the profession.
Some respondents claimed that reflection was important to personal as well as professional growth. Two of the teachers used reflection as a tool for evaluation. The senior administrators regarded reflective practice as an important means to manage change and re-orient practice. One of them revealed that reflective practice could challenge routine practice and help us keep abreast with the rapidly changing world. 
On the involvement in reflective practice:
All the respondents indicated that they engage in different forms of reflection variously in their course of career. They also note that the degree of rigorousness of the various form of reflection is, to large extent, determined by the capacities that they undertake. One teacher revealed that: However, a number of respondents indicated that the recent education reform has led them to engage more in the critical type of reflection.
An assistant administrator who is responsible for organising programmes for the purpose of reflection mentioned the difficulties that she encountered and expressed her view on the issue of whether these activities should be mandatory: 
Conclusion
The findings of this research study indicate that all the respondents, irrespective of their positions held, have a favourable attitude towards reflective practice, despite the fact that most of them have never had any systematic inquiry into the subject. Their interpretations to the term are based on their understanding and knowledge derived from their practices. They all regard reflective practice as an important means for personal and professional growth. They also point out that it could also help us challenge routine practice and keep abreast with the rapidly changing world.
All the respondents have engaged in different forms of reflection variously in their course of career, and a particular form may be more prominent due to capacities. However, some claim that the different forms of reflection are in a hierarchy and related to career life stages, and some think otherwise. Some respondents claim that research is an effective way to facilitate reflection-on-practice.
Although the respondents are eager to engage in reflective practice, sometimes they fail to do so due to various constraints. They regard time as the major impediment to reflection-on-practice. When there are some other tasks/jobs, which are more pressing, they tend to surrender to the competing commitments at work or of life.
There are some conditions necessary for effective reflection-on-practice to take place, for example, personality maturity, life stages, resource support, opportunities available and supportive mechanism in place, etc. It is generally agreed that institutional support is essential to reflective practice, and meaningful activities with a clear focus and relevancy for the purpose of reflecting collectively, be it voluntary or mandatory, should be institutionalised. The availability of critical friendship and partnership, based on a collaborative relationship, is considered to be of central importance to reflective practice, whereby practitioners could have critical inquiries by themselves as well as others in a supportive manner. It is apparent that reflective practice is a desirable professional behaviour among adult educators, however, this behaviour does not automatically lead to improved practice. This study demonstrates that adult educators need support and guidance in developing appropriate strategies for reflective practice and transform it into a catalyst for professional growth.
